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Role playing, defined as a drama technique in which students are assigned 
fictitious roles, has been integrated in many language teaching methodologies and is 
used as a technique for teaching speaking, vocabulary and grammar. However, few 
studies have been conducted to examine the effects of using role playing on the 
improvement of academic writing skills.
This study aimed at investigating how role playing can improve students’ 
argumentative writing. The hypothesis was that students instructed using an 
argumentative-type role playing technique can write better argumentative essays than 
students who are taught with a formal deductive technique. The proposed reason 
being that argumentative-type role playing can help writers be aware of their audience 
and the potential counter arguments to their position. In addition, it was hypothesized 
that students in the experimental group will have positive attitudes towards the use of 
role playing in the teaching of writing.
To test the hypothesis, an experimental and a control group were formed. 
Before the treatment, both the experimental and the control groups took a writing
pretest to ensure that the two groups were homogenous. The experiment was 
conducted over a period of five treatment sessions. The experimental group used 
argumentative role playing as a learning technique whereas the control group used 
formal deductive instruction. After the treatment the writing proficiency of both 
groups was compared using post-tests. The experimental group also completed a 
questionnaire, consisting of 8 statements to which the subjects responded by indicating 
their responses on a Lickert scale. The questionnaire investigated the subjects’ 
attitudes towards the use of role playing in the writing classroom.
In data analysis, after pretests and post-tests of the experimental and control 
groups were scored by three trained raters, t-tests were applied to determine if there 
were significant differences between the two groups before and after the treatment. 
Means and standard deviations were also computed and displayed in tables. In 
addition, a sample pretest and post-test essay of an experimental subject were then 
compared to investigate how argumentative skills developed as a result of the 
treatment. The responses of the experimental subjects were given on a Lickert scale; 
frequencies and percentages were displayed in tables.
The results of the post-tests show that the experimental group who used role 
playing as a learning technique significantly outperformed the control group who 
received formal instruction. Role playing enabled the students to develop their 
argumentative skills by being more aware of audience and counter arguments. Finally, 
the attitudes of the students in the experimental group were very positive towards the 
use of role playing in the teaching of argumentative writing.
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CHAPTER 1 INTRODUCTION 
Background of the Study
Current views hold that language acquisition is normally best accomplished 
in situations where students are involved and can express their thoughts, messages 
and ideas in meaningful communication and context (Ellis, 1986; Brumfit & 
Johnson, 1987; Richards & Rodgers, 1986). Advocates of such a ‘communicative’ 
approach emphasize the usage of meaningful and authentic language contexts and 
activities in the classroom to enhance communication and the integration of the 
language skills.
Under the influence of communicative language teaching and other 
humanistic approaches to language teaching, support for using drama activities in 
ESL (English as a Second Language) contexts has grown. Drama activities have 
taken a major place in the school curriculum of many Western countries such as 
Britain and Holland (Butterfield, 1993). Drama is seen as a technique to develop 
language skills, genuine communication and contextualized language acquisition 
(Wessels, 1987). These activities include the notion of ‘let’s pretend’ (Holden, 
1981) where students are active and engaged in role plays, simulations, pantomime, 
language games and songs. Drama activities can be contrasted to theater 
techniques since the latter focus on formal presentation of a play to an audience 
while drama activities are informal and the learners are important not the audience; 
“Classroom drama is not learning about drama, but learning through drama” 
(Robbins, 1988, p. 1).
Drama as a language teaching method is being incorporated in many teaching 
methodology textbooks, Celce-Mercia’s Teaching English as a Second or Foreign 
Language (1991) and Oiler’s Methods that Work (1994) are examples. At the 
TESOL (Teachers of English for Speakers of Other Languages) Convention in 
1997, nineteen sessions were devoted to drama. However, although they are 
accepted as techniques to teach oral skills, little research has been done on how to 
use drama activities in teaching writing skills. In contrast to reading, speaking and 
listening, writing is still in many instances taught less interactively and 
communicatively.
Nevertheless, role playing can be used as a means for the integration of 
language skills. This specifically may be true in teaching argumentative writing 
since in the nature of argumentation there are interactive patterns or a sequence of 
speech acts such as “asserting a claim, justifying a claim through observations, and 
inducing the original from observations” (Connor, 1987, p. 59), which parallel the 
typical role playing pattern. Argumentation in an academic setting refers to 
presenting and defending one’s claim by the use of reasoning and logical 
supporting details (Jacobus, 1989). Thus, the overall aim of argumentation is to 
cause the reader (or listener) to agree with the author’s claim.
Role playing can take the form of an informal debate, a process in which 
people argue for opposing sides of a conflict (Pfau, et a l., 1987), and one can play 
an assigned role which represents a point of view. The student/speaker tries to 
defend this point of view orally. This can be used as a kind of writing- 
accompanying or pre-writing activity. By extension, a variety of other kinds of
role play can be seen as argumentative in nature and capable of being linked to 
writing activities. The world of theater drama is filled with examples. Hamlet’s 
“Soliloquy” is a dramatic example of internal argumentation. The Socratic dialogs 
are a form of argumentation set in a semi-dramatic form.
The assigned roles that students carry through in role playing can act as a 
prewriting activity. Students who observe and participate in debates and oral 
arguments might have a clearer picture of the primary claim, the supporting details 
and the counter arguments, which are generally part of argumentative writing. 
Writing then can follow as an outside summary, a report on what has been said or a 
continuation of the skit, “with the writers assuming the ‘voice’ of personalities in 
the skit” (Raimes, 1983, p. 74).
Improving the argumentative skills of university students is of considerable 
importance in Lebanon. All Lebanese universities give instruction in a foreign 
language (either French or English). English is the medium of instruction at 
Balamand University, Lebanon; thus, students from different fields of study 
(engineering, theology and literature) are required to have a good command of 
academic writing skills in order to pass their major courses. After the intensive 
Basic English (BE) units, students take four writing courses in a two-year period. 
These courses give great emphasis to argumentative essay writing.
The methods of teaching vary from one teacher to another, but generally, 
writing is still taught in a traditional way. This means teachers present the 
argumentative essay type orally in class, have students read some articles or sample
essays and give the students some exercises to check the academic elements of 
writing such as; thesis statement, coherence, unity, support and conclusion.
Nevertheless, many professors from different faculties often complain that 
their students are incapable of writing good essays (although students have finished 
their English courses). Some teachers of English are also questioning the results 
of the teaching methods they are using, and the English Department is looking for 
new ways to enhance the students’ ability to write argumentative essays effectively.
The students of academic writing at advanced levels (e.g. English 203, which 
primarily focuses on argumentative essays) are also anxious when they deal with 
writing, although it is the main emphasis of the course. A test of anxiety is not 
needed to tell that these students are frustrated when dealing with writing. In fact, 
the students’ talk about their feelings and frustrations to their teachers, the 
researcher being one of them, and anecdotal evidence from the discussions among 
the teachers at the English Department at Balamand University shows that a 
problem exists in the advanced writing classes.
Statement of the Problem
The writing genres typically taught at Balamand University are: narration, 
description, compare/contrast, process and argumentation. The most important of 
these in the academic setting is argumentative writing since students need this type 
for writing research papers later in their fields of study. Although the teaching of 
argumentative writing occupies more than fifty percent of the course time in 
Balamand University, neither students nor teachers are satisfied with the results of
instruction in argumentative writing. This area of instruction is considered both 
boring and unsuccessful. Therefore, new possibilities for teaching argumentative 
writing should be considered. This research study considers one such new view— 
the use of role playing in teaching argumentative writing.
Purpose of the Study
There are three major purposes for this study. The first purpose of the study 
is to compare the achievement of students using role playing as a learning 
technique with those who are given formal deductive instruction. The second 
purpose is to form and implement an integrated model for speaking and listening 
(role playing) and writing and reading (argumentative essays). A third purpose of 
the study is to see if using role playing in teaching argumentative writing makes the 
writing classroom more motivating and lively for students.
Significance of the Study
Most of the literature written about the use of drama activities is subjective 
and based on the ‘feelings’ or ‘experience’ of some teachers who believe that 
drama works in the language classroom. Maley and Duffs Drama Techniques in 
Language Learning and Wessels’ Drama are examples. Wessels (1987) points out 
that more investigation and further research are required since there is a gap in the 
real implementation of drama in the teaching of different skills: “ There is a need to 
examine more closely how drama techniques can be applied in the teaching of 
skills like reading, writing and listening” (p. 7).
Aksak (1996) studied the attitudes of EFL (English as a Foreign Language) 
teachers and students towards the use of plays and play-based activities in three 
Turkish universities and concluded that both teachers and students have positive 
attitudes towards plays and play-based activities. Nevertheless, Aksak 
recommended that experimental studies should be conducted to test the 
effectiveness of drama activities in the classroom. Aksak’s EFL context is similar 
to the Lebanese context in which English is taught as a foreign language. This 
study tries to fill a gap in the research about the actual productivity of drama-based 
activities in the EFL classroom.
The results of the study will be helpful to teachers of writing since it may 
give them proof that the use of role playing can enhance their students’ writing 
abilities. The study might also lower the anxieties of some teachers who think that 
drama and role playing are extra activities that can be used only in free time and 
who doubt the effectiveness of such techniques in acquiring basic academic skills.
Moreover, the findings of this research might also help curriculum designers 
who can introduce role playing as a technique in the writing class. Argumentative 
writing is often still taught in the traditional way in which excerpts of an essay are 
read in class and students imitate the model. This study will give an alternative to 
curriculum designers for reflection and implementation.
Research Questions
In the light of what has been mentioned, this research will address two major
questions;
1) Is there a significant difference in achievement between a writing class 
which is taught argumentative writing in a deductive formal style and a 
writing class having role playing as the learning technique?
2) Do students find the use of role playing in the teaching of argumentative 
writing interesting and motivational in the writing class?
This chapter gave an introduction and background to the research topic. 
Chapter 2 includes the review of relevant literature. In Chapter 2, the writing and 
speaking skills and the trend towards integrating them will be described. In 
addition, role playing and its contributions to language learning will be examined. 
Finally, the nature and components of argumentative writing will be discussed.
Glossary of Key Terms
Role Playing: It is a drama technique used in language learning. The student is 
assigned a fictitious role from which he/she has to improvise some kind of behavior 
toward the other role characters in the exercise (Paulston & Bruder, 1976). Role 
playing and role play will be used interchangeably in this study.
Argumentative Writing: It is a writing genre in which the writer presents and 
defends a position on a controversial subject. The writer of the argumentative 
essay uses reason to make the audience agree with her/him (Jacobus, 1989). 
Argumentation and argumentative writing will be used interchangeably in this text.
CHAPTER 2 LITERATURE REVIEW 
This study examines a particular form of academic writing, argumentation, 
and a particular approach to its teaching-via classroom role playing. The belief 
behind this approach is that role plays, which are built on controversy, can serve as 
a platform for the development of argumentative essay writing. Thus, the first part 
of this literature review discusses speaking and writing skills and the trend towards 
integrating them. The second and the third parts define a particular type of drama 
activity- role playing -and the contributions it can make to language learning. 
Finally, a discussion of the nature and components of argumentative writing is 
presented.
The Speaking Skill
The ability to communicate effectively in a second or foreign language is 
currently considered as one of the major goals of foreign language teaching. Thus, 
the teaching of the speaking skill has become increasingly important (Riggenbach 
& Lazaraton, 1991).
The methods of teaching speaking have moved from structuralism in which 
concern was with the production of grammatically accurate sentences to a focus on 
communicative competence (Scott, 1981). With this more recent focus, the 
objective of language teaching is the production of speakers competent to 
communicate in the target language (Paulston & Bruder, 1976). Thus, 
communicative language learning proposes that efficient oral communication 
entails a better understanding of the social meaning of linguistic form. In other
words, communicative competence includes not only the linguistic forms of 
language but a “knowledge of when, how and to whom it is appropriate to use these 
forms” (Paulston & Bruder, 1976, p. 57).
Celce-Mercia (1991) organizes oral skills activities in four distinet types:
1- Drills or linguistically structured activities.
2- Performance activities (e.g. student’s speech, role plays and dramas when 
performed in front of class).
3- Participation activities (e.g. guided discussion).
4- Observation activities (e.g. observing how native speakers negotiate a 
certain social situation)
According to Scott (1981), the process of teaching speaking on a 
communicative basis follows four stages: setting objectives, presentation, practice, 
and transfer. After setting the objectives, the presentation phase presents a “whole 
language operation in context”, and “key items are then selected and drilled in the 
practice phase with focus on syntax and phonology” (Scott, 1981, p. 72). In the 
transfer stage the usage of the language items in situations that are similar to that of 
the presentation phase takes place. Role plays and games are the main strategies in 
the transfer since “they present learners with the opportunity to practice speaking 
under conditions that are as close as possible to those of normal communication” 
(Scott, 1981, p. 77).
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The Writing Skill
The dominance of the audiolingual approach in language teaching and 
linguistic theories concerning the priority of speech over writing led to an emphasis 
on oral language which has dominated language teaching since the mid-century. 
Thus, writing was long neglected as a field of study (Connor, 1996) and 
consequently, writing has been taught ‘sketchily’ (Hubbard et al., 1983). However, 
writing is again becoming increasingly important in the EFL classroom and is 
being recognized not only for its own sake, but for the “valuable practice it affords 
in encoding the language” (Vann, 1981, p. 156).
Paulston and Bruder (1976) say that skill in writing is a basic necessity in the 
academic environment as well as the nonacademic one. They differentiate two 
levels of teaching: a beginning level and an intermediate/advanced level. In the 
beginning level, there are three major teaching points in the teaching of 
composition: 1) the correct form of the language on the sentence level, 2) 
mechanics of punctuation, and 3) content organization. In the intermediate and 
advanced levels, the purpose of teaching writing is mainly to teach the writing of 
research papers, reports, essays and the like; in other words, teaching in this level 
is “not different from the teaching of writing to native speakers” (Paulston &
Bruder, 1976, p. 205).
Traditionally, there are two methods for teaching writing: free composition 
where the student writes whatever comes to mind and controlled composition, 
where by certain controls such as models or drills the student is helped to produce a
II
correct composition. This latter form stems from the notion that language is habit 
formation (Kroll, 1991).
Kroll mentions that the most significant transformation in the teaching of 
writing has been the shift from a focus on product to a focus on process. The 
process approach “provided a way to think about writing in terms of what the 
writer does (planning, revising, and the like) instead of in terms of what the final 
product looks like (patterns of organization, spelling, grammar)” (Appalebee, 1986 
cited in Kroll, 1991, p. 247).
Nevertheless, after the mid 1980’s the focus of writing shifted from the writer 
and content to the reader. This approach to writing was academically oriented, 
focusing on the expectations of the academic reader (Raimes, 1991). Thus, the 
notion of academic writing became central in the teaching of writing skills. 
According to Raimes (1991), this approach indicates a return to a “form dominated 
approach, the difference being that now rhetorical forms rather than grammatical 
forms are presented as paradigms” (p. 412). A general focus in this approach has 
been particular written genre and views as to how these genres can most 
successfully be taught to aspiring writers (Swales, 1990). Of particular interest 
have been studies in English for specific purposes (ESP) and in English for 
academic purposes (EAP). A key genre form in EAP is the argumentative essay.
The Integration of Speaking and Writing Skills 
After decades of teaching the four language skills (reading, writing, listening 
and speaking) separately, integrating the language skills has recently become a
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major approach in language teaching. Byrne (1981) defines skills integration as 
“linking them together in such a way that what has been learnt and practiced 
through the exercise of one skill is reinforced and perhaps extended through further 
language activities which bring one or more of the other skills into use” (p. 108). 
This is done by providing natural learning situations in which “reading, writing, 
speaking and listening can be developed together for real purposes and real 
audiences” (Wagner, 1985).
Current research does not look at speaking and writing as opposing skills.
On the contrary, the trend to integrate the two skills is more dominant. Vann 
(1981) clearly supports this by saying:
In summary, the nineteenth-century view of written language as the proper 
focus of foreign language study gave way to the dominant twentieth-century 
view of oral language as the central classroom emphasis. Today we have 
begun to integrate these views... (p. 156)
One of the most important ways in which oral communication may contribute 
to writing development is in regard to student attitudes towards written 
composition. Let us look at one student’s reaction to essay writing:
The reason essay make me mad because 1 can’t think of anything to write on
and my weakness is writing essay....1 get mad at myself I get mad when
I’m talking to somebody and do not listen to me (Vann, 1981, p. 165)
Drama and role playing can change such an attitude in the writing classroom. 
Although there is not much research written on the importance of ‘play’ in 
teaching languages, McCaslin (1990) believes that “ play, acting and thought are
13
interrelated. They are mechanisms by which the individual tests reality, gets rid of 
his anxieties, and masters his environment” (p. 7).
Recently some researchers have tried to construct integration models for the 
different skills by using drama activities. Celce-Mercia (1991), for example, 
devotes a chapter in the new edition of her book Teaching English as a Foreign or 
Second Language to the integration of skills. One of the sections addresses the use 
of literature in ESL/EFL as an integrating approach, and drama activities are 
presented as part of this section. Scarcella and Stern (1990) offer another 
integration pattern for reading and writing through the usage of simulation 
activities such as dialog journals and dramatic monologues. Although the 
emphasis here is basically on the integration of writing and reading, the model 
offers some insights to be applied to other skills as well.
Although few researchers have investigated the contributions that role 
playing can make to the writing classroom, in the 1990’s a few studies were 
published. Moore and Caldwell (1993) conducted an experimental study on the 
effects of drama and drawing activities on narrative writing. They concluded that 
drama and drawing are “effective forms of rehearsal for narrative writing at the 
second- and third-grade levels, and that they can be more successful than the 
traditional planning activity, discussion” (Moore & Caldwell, 1993, p. 100). 
Although their research was done with young learners and in an LI (English as a 
first language) context, it succeeded in developing individual ideas and improving 
student’s writing through the use of paired improvisations and individual role play.
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Thus, it is an integrating model that could be further developed in different 
teaching contexts.
Vrazel and Hoffman (1991) investigated the use of theater ‘technologies’ to 
enhance the oral/written communication skills of entry-level theater students in an 
LI context. They found out that theater ‘technologies’ such as theater games, 
improvisations, and other dramatic activities improved the oral/written 
communication skills of the majority of students. The findings of this study 
provide empirical support for role playing as an integrating pattern for the oral 
‘planning processes’ involved in writing; moreover, the study provides support for 
the use of drama to enhance writing skills beyond the elementary levels.
Drama Activities
Drama in language teaching can be considered as an umbrella term for 
“activities which involve an element o f ‘let’s pretend’... These can include role 
playing and simulation and also some language games” (Holden, 1981, p. 131). 
These activities give students an opportunity to use their own personalities in 
creating the material on which the language class is to be based (Maley & Duff, 
1987). Unlike theater, drama activities are not intended to be presented in front of 
an audience. The focus of drama activities is on the ‘doing’ rather than on the 
‘presentation’ (Ayral, 1989). Maley and Duff (1987) say that: “ Dramatic activities 
put the learners in a position where they can have the opportunity to express their 
identities without the presence of an audience in mind” (p. 6). Among the different 
drama activities, role play is the one which is most frequently used with the aim of
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helping students learn the language they need to use in everyday situations (Turker, 
1991).
Role Play
Role play is one of the closest activities to reality since we all play roles in 
everyday life. Everyone of us can play many roles in the same day: father, 
husband, teacher, reckless driver and many others. Maley and Duff (1987) describe 
this situation by saying, “throughout the day our roles are constantly shifting. At 
one moment we may find ourselves in a superior position, making decisions or 
giving orders; at another, we may find ourselves on the receiving end, accepting 
decisions and carrying out commands” (pp. 10-11).
Holden (1981) describes role playing as a “ type of activity in which students 
are given fairly controlled scenarios or cue-cards to interpret by working mostly in 
pairs or groups” (p. 9). Livingstone (1986) defines role play as a classroom activity 
which “gives the student the opportunity to practice the language, the aspects of 
role behavior, and the actual roles he may need outside the classroom” (p. 6).
Another definition could be formed by looking at the two words ‘role’ and 
‘play’: “When students assume a ‘role’, they play a part (either their own or 
someone else’s) in a specific situation. ‘Play’ means that the role is taken in a safe 
environment in which students are as inventive and as playful as possible” 
(Ladousse, 1989, p. 1). In short, role plays are activities where the student is 
assigned a fictitious role from which she/he has to “improvise some kind of 
behavior toward the other role characters in the exercise” (Paulston & Bruder,
1976, p. 70).
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Role play can be classified in two categories: scripted or improvised (Turker, 
1991). Scripted role plays are concerned with interpreting a text in the form of 
speech. Savignon (1983) explains scripted role plays as providing learners “the 
opportunities to interpret, to focus on the meaning or intent of dialogue including 
pronunciation, intonation, facial expressions, gestures .... and nonverbal features of 
communication” (p. 212). In unscripted role plays, however, there is no script for 
students to follow. The students have to respond to the situation and to what others 
say on an impromptu basis (Turker, 1991).
Role Playing and Language Learning
How can role play help in language learning? To answer this question one 
must first consider two major characteristics of good language learners. Taking 
charge of their own learning and creativity and developing a ‘feel’ for the language 
by experimenting with its grammar and words are frequently cited as strategies of 
successful language learners (Rubin & Thompson, 1982). Role playing emiches 
the experience with language as well as the creativity of learners. Imagination 
(imagining a role, a character and a situation) is the key factor of all drama 
activities.
Role playing also gives the student a sense of confidence to learn the target 
language (Wessels, 1987) which in its turn will make the student able to ‘take 
charge’ of his/her learning. According to Dougill (1989) drama activities are 
important tools in helping students become more confident in their use of a foreign 
language by allowing them to experience the language in operation: “The main
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benefit of role play from the point of view of language teaehing is that it enables a 
flow of language to be produced that might be otherwise difficult or impossible to 
create” (p. 7). Heyde (1979, cited in Stern, 1983) found a correlation between self­
esteem and oral production; the results of his study indicated that students with 
high self-esteem received higher teacher oral production ratings than low self­
esteem students.
In the EFL context, students often find classroom language inadequate for 
real life situations. Role plays, which offer authentic language and real life 
contexts, put students in a simulated yet creative and meaningful environment 
(Ladousse, 1987). According to Livingstone (1986) many students respond 
positively to activities which have clear practical application since they might feel 
that what is being done is relevant and useful. The awareness of the ability to use 
the language and the relevance and usefulness of the learnt materials will increase 
the student’s motivation and “increased motivation leads to increased student 
involvement in the learning process” (p. 27). In an ‘exploratory’ study conducted 
at The University of California where students and teachers used drama activities in 
their classes. Stern (1983) found that students enjoyed participating in drama 
activities and were motivated to participate in additional activities.
Another advantage of role playing is the help it can offer for mixed ability 
groups. Homogeneous classrooms are exceptions, and teachers are always in need 
of activities that can suit a wide range of abilities. Teachers can create roles to fit 
not only the linguistic ability but also the personality of individual students 
(Livingstone, 1986). Hubbard et al (1983) in A Training Course for TEFL offer
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role playing as a remedy for problem elasses and mixed ability groups: “Role plays 
are useful in mixed ability situations beeause major and minor roles are so natural” 
(p. 317). Weaker students can also compensate for the lack of linguistic abilities by 
using “paralinguistic communication such as body language and general acting 
ability” (Dougill, 1989, p. 8).
This learning experience which is unconscious will be of great help to the 
adult learner since role playing helps many shy students by hiding their personality 
with a mask. Working in pairs or within a group gives these shy students 
confidence especially if they are given “discreet encouragement or praise” (Maley 
&Duff, 1987, p. 21).
Some adult students may have difficulty participating in conversations about 
themselves, or in other activities based on their direct experience. These students 
may be relieved to use role play as they no longer feel that their own personality is 
implicated (Ladousse, 1989). Consequently, role playing might help in lowering 
the adult learner’s inhibitions, which are defenses built by human beings to protect 
their ego (Brown, 1994). This in its turn would lower the tension of the classroom 
and prove beneficial since students learn more effectively when they are relaxed 
and are feeling positive about themselves. Rittenberg and Kreitzer (1981) support 
this idea by saying that when the focus of students is shifted away from the specific 
language items being taught towards enjoyable communication activities, “the 
frustrations and tensions that normally inhibit comprehension and production in a 
language can be reduced” (p. 4).
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In a report on a language experiment used with an ESL class of Vietnamese 
refugees living in New Mexico, Rodriguez and White (1983) found that students 
enjoyed and joked and created language to fit situations proposed by role playing: 
“Students played with the possibility of language” (p. 254). Qualitative evidence 
further suggests that the use of role playing may increase students’ motivation to 
write and promote the generation of ideas for writing (Vrazel & Hoffman, 1991).
The Nature of Argumentative Writing
Aristotle defined rhetoric as “the power of discovering the possible means of 
persuasion in reference to any subject whatever” (Aristotle cited in Crowley, 1994, 
p. 9). For Aristotle, writing was an act of “searching for the best available reasons 
for believing something, and for arranging those reasons in logical order and in a 
clear style” (Gage, 1986, p. 8).
One of the earliest argumentative writings in which the arguments take the 
shape of a dialogue is the work of Plato. Plato was a student of Socrates, and many 
of his works are in the form of a dialogue between Socrates and a student. Kelly 
(1976) states in his book 25 Centuries of Language Teaching that the reason 
behind using dialogues in the Greek texts was to “make it easier for the reader to 
visualize the discussion as an argument that actually took place” (p. 120). This 
form of argumentative dialogue writing continued in Rome, and until at least the 
eleventh century, it was widely used by philosophers. This form of philosophical 
argument was consciously revived by the philosopher and theorist, Gregory 
Bateson in a series of discursive pieces he entitled ‘metalogs’. A collection of the
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metalogs as argumentative essays are found in the Bateson essay compilation 
entitled Steps to an Ecology of the Mind (1973).
For some people the term ‘argument’ means fight or disagreement; however, 
argumentation in academic settings has often been defined as “ the process of 
supporting or weakening another statement whose validity is questionable” (Hatch, 
1992, p. 185). Specifically, academic writing, views the term argumentation as 
presenting and defending a position on a controversial subject (Jacobus, 1989).
The position, sometimes called a claim, addresses a question of value, belief, fact, 
or action. The position requires more than an expression of an opinion or a feeling. 
Positions should be supported by evidence that is public and available to everyone; 
“Once you know your own position, all that remains is to state it convincingly for 
others” (Batteiger, 1994, p. 12).
As for the aim of argumentation, Connor (1987) says: “ The goal of the 
speaker or writer is to change the hearer’s or reader’s initial opposing position to 
the final position that equals the position of the speaker or writer” (p. 58). Thus, 
the writer of an argumentative essay has a main purpose in mind; making the 
audience agree with him or her. However, this persuasive aspect of argumentative 
writing does not mean that persuasion and argumentation are the same. Argument 
persuades by appealing to reason. Reason here is the key term since it 
differentiates argumentation from other persuasive elements such as emotions,
“with emotions argument has little to do” (Kane & Peters, 1986, p. 307).
Reason in argumentation can take two shapes: deduction and induction. 
Hinderer (1992) says that “deductive arguments guarantee that their conclusions
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are true if their reasons are true and if their form is valid” (p. 19). In other words, 
deductive reasoning argues from general premise to particular conclusions. 
Inductive reasoning, on the other hand, argues from particular facts to broad 
conclusions, “Inductive arguments offer evidence for their conclusions and are 
reliable when the evidence is true or representative enough to support the 
conclusion...” (Hinderer, 1992, p. 19). Kane and Peters (1986) mention in their 
book Writing Prose that inductive reasoning is more common in academic 
argumentation since it is based on the “laws of evidence”.
The Structure of Argumentation
Argumentative essays, like other types of writing, follow a particular 
structure or development that allows the reader to follow the reasoning of the writer 
from the beginning till the end. Thus, a typical argumentative essay should have a 
beginning, a middle or ‘body’, and an ending (Batteiger, 1994).
Maccoun cited in Hatch (1992) found different modes for the organization of 
argumentative discourse in written prose. One pattern is the “zigzag” solution; if 
the author is a proponent of a position, the outline would be pro, con, pro, con, pro. 
If the author is an opponent, “the pattern would be con, pro, con, pro, con” (Hatch, 
1992, p. 185). Another argumentative discourse pattern suggested by Maccoun has 
three parts; a problem, the refutation of the opposition’s argument, followed by a 
solution. The ‘one-sided argument’ is a third pattern in which one point of view is 
presented and no refutation is presented. A fourth mode is an “eclectic approach”, 
where the author “may choose to reject some points of view and accept another or
22
some combination of them all” (Hatch, 1992, p. 185). A fifth pattern discussed by 
Maccoun contains the opposition’s arguments first, followed by the author’s 
argument. Another way of structuring an argument is the “other side questioned” 
pattern, which involves the questioning but not direct refutation of the opposition 
argument. A seventh mode discussed by Maccoun is one that does not contain 
refutation: “There are two points of view expressed, and while one is favored, both 
are within the same general points of view regarding the argument” (Hatch, 1992, 
p. 186). However, Maccon’s modes for the organization of argumentative 
discourse in written prose do not cover all written argumentative styles. For 
example, the mode used in this research study follows a model which is taught at 
Balamand University. In this model, the position is stated in the introduction 
followed by two supporting paragraphs. Next a statement of counter arguments 
and their refutation is presented. Finally, the last paragraph sums up the main 
arguments.
L.A Jacobus (1989) in Writing as Thinking provides tips for writers to 
construct successful argumentative essays. The argument is divided into three 
parts: beginning, middle, and end. In the beginning of an argument, the author has 
to identify the subject and its importance, establish that there is a controversy, 
clarify a position on the subject and suggest how this position will be argued. In the 
middle of an argument, the writer has to review any necessary background, 
establish a limited number of points to argue, argue each point in turn, and rebut 
any important counter arguments to her/his position. Finally, the writer ends the 
argument by reviewing the basic position and summarizing the arguments and what
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they imply. Moreover, the writer encourages the reader to share his/her position or 
show what needs to be done to arrive at a fully conclusive position.
Conclusion
Communicative language learning has contributed to making the integration of
skills a trend in teaching methodologies. Drama is one of the tools that teachers are
starting to use for skills integration. Although there is a gap in the literature written
on the implementation of role playing in promoting writing skills, some successful
experiments in other skills can provide insights. Since arguments center on
controversy, role playing could be a suitable technique for engaging controversial
subjects from opposing perspectives hence moving to the teaching of argumentative
essays. Disick (1975) says that “ the more interesting roles, and those which students
most enjoy acting out, involve conflict and persuasion” (p. 174). Implementing this
method to teach writing might make students understand the concept o f reason in 
argumentation and thus Improve their argiuuentative skills in writing.
! W lies’
prugechireN that were carried out.
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CHAPTERS METHODOLOGY
This study aimed at testing improvement in argumentative writing through the 
use of role playing. It examined the difference between a writing class taught 
argumentation in a deductive formal style and a writing class using role playing as a 
learning technique. Moreover, the students’ attitudes towards the use of role playing 
in the writing classroom were investigated.
The study was experimental in design. A control and an experimental group 
were formed, and a specific treatment, using role play, was implemented. In addition, 
the study had the following experimental hypothesis; students who use role playing as 
a learning technique will produce significantly better argumentative essays than 
students who use formal deductive instruction.
The dependent variable is students’ performance when writing argumentative 
essays. The independent variables are the teaching techniques: role playing and 
deductive format instruction.
Subjects
The subjects of the study consisted of 17 students, 12 males and 5 females, from 
Balamand University in north Lebanon. They were selected from the upper- 
intermediate level course, English 203, which focuses on writing. This class was 
chosen because argumentation is a central topic in this course, and the students before 
the experiment were in two sections taught by the same teacher. Students at 
Balamand are relatively homogeneous. The ages of the subjects ranged between 18
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and 20, with similar social and educational backgrounds. The students in both groups 
have studied English as a second or a third a language for approximately eight years.
Materials
The materials used in this study were a pretest and a post-test, teaching 
materials, and a questionnaire.
For the pretest (Appendix A) students were given an essay writing test. 
Students in both the control and experimental group were asked to write an 
argumentative essay of approximately 300 words. Students were given 50 minutes to 
finish the test. The students were given only one topic, ‘arguing for or against using 
animals in scientific experiments’. This was done to limit their answers and to make 
the results more reliable. The students were also asked to write their university 
identification number only; this was done to ensure no bias in scoring.
The post-test (Appendix A) was administered immediately after the conclusion 
of the treatment. It followed the same procedures as the pretest. The topic was 
‘arguing for or against teaching religion to school children’. Students were also given 
50 minutes to write the test. The students were again asked to use only their university 
identification number. In addition, the students did not have any discussion related to 
the topic in either group.
The teaching materials used in the experimental class mainly consisted of role 
cards. The role cards were based on three debatable issues: civil marriage, smoking in 
public places and building a factory in the center of a city (Appendix B). These role 
plays were chosen because they present controversial issues which might generate
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multiple points of view. In addition, it was assumed that students have background 
knowledge and personal opinions on these controversial issues. The topics were also 
chosen for practical reasons; they require four or five characters and can be prepared 
and presented within the class period. Students prepared and performed the role plays 
in class.
With the control group, the textbook Critical Reading and Writing for 
Advanced ESL Students (CRW) (Scull, 1987) and Orwell’s novel Animal Farm 
(1989) were used. In addition, they read a short story ‘Impulse’ (Conrad Aiken) 
provided by their teacher.
The questionnaire in this study (Appendix C) was designed to investigate the 
students’ attitudes towards the use of role playing in the writing classroom. The 
questionnaire consisted of eight statements to which students responded by indicating 
their responses on a Lickert scale. The pretests, post-tests, treatment materials and 
questionnaires were designed by the researcher. However, because of time 
limitations, the researcher was only able to pilot the questionnaire with colleagues in 
the MA TEFL class at Bilkent University, Turkey.
Research Design
Since it is very difficult to control all the variables in educational research, this 
research was quasi-experimental. The design of this research, however, might be 
original since experimental studies done in this field are few. The literature written 
about the relationship between drama and writing does not go beyond generalizations. 
Research on implementing drama in general and role playing in particular in the
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academic writing class has not been reported. The researcher designed and 
implemented an original experiment which does not follow a ready-made model. 
Two major variables were identified. Argumentative writing was the dependent 
variable and teaching methods were the independent variables.
Procedure
Balamand University, a private institution run by the Greek Orthodox Church 
in Lebanon, uses English as the medium of instruction. The English Department at 
the university designs and supervises all the English classes. The head of the 
English Department provided two classes for the researcher.
The teacher of these two sections also agreed to conduct the study in her 
classes. Before the training, the contact between the researcher and the English 
Department at Balamand University was done via e-mail. The researcher sent the 
pretest and the procedures to be followed via e-mail.
Prior to training, both the control and experimental groups took a pretest in 
which they were asked to write an argumentative essay. The topic, arguing for or 
against using animals in scientific experiments, was the same for the two groups. 
The teacher of the experimental group, the researcher, and the teacher of the control 
group met and agreed on holding daily meetings to discuss the procedures that 
should be followed with each group. The teacher of the control group followed the 
course syllabus in which discussion of a novel and a short story were scheduled. 
Then the teacher of the control group and the experimental group decided on the
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topics that each group would discuss; each class was exposed to these topics using 
the two different treatments.
The Teaching of the Experimental Group
The researcher conducted the training for the experimental group. Students 
worked in small groups of five students. The subjects were given role cards in 
which a debatable topic was described (see Appendix B). The first session of the 
treatment was introductory in which the researcher introduced argumentative 
writing following the model provided by Scull (1987). In addition, students 
performed and practiced some drama activities to prepare them for the role playing 
sessions (see Appendix D).
After the introductory session, three sessions were devoted to the role 
playing activities. In the first ‘role play’ session, the students were given role cards 
describing a debatable context: there is a piece of land that has nothing on in it in 
the center of Tripoli; you are a member of the city council. Five characters were 
described (Appendix B): a representative of the ministry of industry, a mother, an 
ecologist, a businessman, and a mayor.
The class was divided into two groups, and each student chose a character.
In one of the groups the teacher was the mayor because of the number of students. 
Each group sat separately and discussed in pairs the arguments they might give in 
the council meeting. Each student wrote a paragraph that represented his/her 
argument according to the character she/he had chosen. Following this, students 
presented their role plays. The class was arranged at a discussion table in which 
the students sat facing each other. The mayor started the discussion by introducing
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the topic; then each student presented his/her argument according to the character 
they have selected. After the performance of the role plays, the class tried to 
summarize the arguments by writing them on the board; a discussion of the 
students’ choices of arguments followed. Finally, the teacher gave the students an 
assigned reading on ‘smoking bans’ from their textbook CRW as a preparation for 
the second role play session.
The second and the third role play sessions followed the same procedure as 
the first role play session (Appendix B). The context of the second role play was 
that a group of citizens have met to discuss a new proposal which will ban all 
tobacco smoking in public places. The characters given were: a heavily smoking 
lawyer, a medical doctor who smokes, a middle aged jogging fanatic, and a 
mother/father. The researcher took the role of a journalist to encourage shy students 
to express their ideas. After the performance, the students discussed the arguments 
and counter arguments presented in the session.
One session was devoted to writing an essay in class before the last role play 
session and the post-test, and the researcher gave written comments on the 
students’ essays. The topic of this essay was ‘arguing for or against selling alcohol 
on the university campus’. In the third role play session, students performed a role 
play based on an imaginative context that the local Show TV , is preparing a talk 
show on civil marriage in Lebanon. The class was turned into a studio and students 
worked in two groups choosing the following roles; a Christian, a Moslem, a 
family counselor who advocates civil marriage and a man/woman who had a civil 
marriage. After the performance, the students and the teacher discussed the
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arguments and counter arguments presented. In addition, the students were given 
oral and written comments on their last writing assignment. In the role play 
sessions, the teacher organized the performance, directed the role plays, 
encouraged shy students to express their ideas and tried to help the students sort out 
the arguments and counter arguments after each session.
The Teaching of the Control Group
The control group was given instruction by the regularly assigned teacher. 
This class received deductive formal instruction. In the first three sessions, the 
teacher explained orally and on the blackboard the use of argumentation and led the 
students in reading some excerpts from Orwell’s novel Animal Farm (1989) while 
pointing out the expressions used in arguments. The students discussed some 
argumentative issues in the novel, and the teacher elicited the students’ opinion 
about ‘revolution’, the major theme of the novel. They were also asked to state the 
advantages and disadvantages of revolution. Other debatable issues were discussed 
such as “authority corrupts” and “humans are naturally bad”.
One session was also devoted to the discussion of an assigned short story, 
‘Impulse’. Students in the control group discussed with the teacher the meaning of 
the word impulse after revising the plot. Then the teacher asked the students if they 
would defend Michael, a character in the story. The teacher pointed out how 
people judge others. Students discussed their arguments for and against judging 
the main character of the short story. The students also wrote an essay before 
sitting for the post-test, and their teacher gave written comments on their writing.
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The experiment was conducted over a three-week-period. Students received 
a total of 5 hours of instruction. The researcher observed the control group and took 
observational notes of the teaching-learning activities. The data collected through 
the observations of the control group was used to describe the teaching techniques 
and activities. The researcher also had the treatment in the experimental class 
videotaped. This was done for the analysis of data.
At the conclusion of the instructional period, students were given a post-test. 
The two groups wrote argumentative essays on the same topic. The topic, ‘arguing 
for or against teaching religion to school children’ was new to both groups. After 
the treatment, students in the experimental group completed a questionnaire. The 
questionnaire aimed at investigating students’ attitudes towards the use of role 
playing in the writing classroom.
Data Analysis
The students’ essays from the two groups were coded, by putting the initial 
letter of the group with a number next to it, for example, C1,C2, El, E2..etc. They 
were also mixed in order not to impose any external factor, such as scorer bias, that 
could shape the evaluation process. Then, the evaluation of writing took place.
The method of writing evaluation used analytic scoring since the aim of the study 
was to look at specific argumentative skills and how they developed. A scale was 
developed by the researcher following a scale used by the British Council (Hughes, 
1996) (Appendix E).
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Three EFL writing teachers scored the essays. They were selected by the 
researcher and were given the criteria of evaluation beforehand. Before the actual 
scoring of the tests, the researcher trained the raters using sample essays which the 
students of the experimental group had written as writing assignments during the 
treatment.
A correlation of the judges’ scores was examined using Pearson Product 
Moment Correlation to test the reliability of their evaluation. A comparison of the 
mean scores of the writing output of the two classes was conducted using a t-test 
analysis. The t-test was applied to compare the means of the pretest and the post­
test of the different groups. The answers to the questionnaires were also analyzed. 
Finally, data analysis was summarized and conclusions were drawn.
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CHAPTER 4 ANALYSIS OF THE DATA
Summary of the Study
The purpose of this study was to investigate the effectiveness of using role 
playing in teaching argumentative writing. The first hypothesis was that students who 
use role playing as a learning technique will write better argumentative essays than 
students who use formal instruction and discussion. The second hypothesis stated that 
students in the experimental will have positive attitudes towards the use of role 
playing in the writing classroom.
In order to examine the first hypothesis, an experimental and a control group 
were formed at Balamand University, Lebanon. Seventeen students, 9 in the 
experimental group and 8 in the control group, participated in the study. In the 
experimental group, students were taught argumentative writing through the use of 
role playing. The control group, on the other hand, were taught argumentative writing 
through formal discussions of literary texts.
In order to investigate and compare the writing proficiency of the students in 
both the experimental and the control group a pretest was given. The two groups also 
sat for a writing post-test to evaluate and compare their writing development after the 
treatment. In addition, students in the experimental group completed a questionnaire, 
which investigated their attitudes towards the use of drama activities in the writing 
class.
This chapter presents the analysis of the test scores obtained before and after 
the treatment. It also presents the analysis of the questionnaires administered to
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investigate students’ attitudes towards the use of drama aetivities in the writing
classroom.
Overview of the Analytical Procedures 
The statistical analyses of this study were carried out in two stages. After 
training the raters, the pretests were scored. The pretest was a written essay in which 
the students in both the control and the experimental group were asked to write an 
essay arguing for or against using animals in scientific experiments. Students were 
given 50 minutes to work, and the length of the essays ranged between 200 and 300 
words. The means and the standard deviations of the obtained pretest scores for both 
groups were calculated, and a t-test was used to compare the means of the two groups.
Next, the scores of the post-tests were calculated. The topic of the post-test 
was arguing for or against teaching religion to school children. The students were 
given 50 minutes to write and the essays also ranged between 200 and 300 words. A 
t-test was used to determine whether there was a significant difference between the 
two groups. Interrater reliability was calculated for the pre- and the post-tests using 
Pearson correlation and Fisher Z transformation (to compute interrater reliability for 
more than two raters). A pretest and a post-test essay from an experimental subject 
were then compared to analyze changes in argumentative skills before and after the 
treatment.
The second stage of data analysis comprised the analysis of the questionnaires. 
The questionnaire, consisting of 8 statements, was administered to investigate the 
students’ attitudes towards the use of role playing in the writing classroom. The
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student responses were given on a Lickert scale. Frequencies and percentages were 
calculated and displayed in tables.
Results of the study
Pretest: The pretest, which was an essay, was corrected by three trained raters 
following specific criteria developed by the researcher (see Appendix E). The means 
and standard deviations for the pretest appear in Table 1.
Table 1
Means and standard deviations for the experimental and control groups on the pretest
Group M* SD
Experimental
(n=9) 3.20 0.70
Control 3.00 0.80
(n=8)
^Highest possible score=5
Application of t-test analysis revealed no significant difference between the 
experimental and the control groups on the pretest. Consequently, both groups were 
said to be equivalent (t= 0.9 ; 16; p= ns*).
* ns= not significant.
Post-test
As explained before, the subjects in the experimental group were exposed to 
role playing as a learning technique and the subjects in the control group received
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formal instruction from the teacher. Since the results of the pretest showed no 
significant difference between the experimental and control groups, the subjects were 
considered equal at the beginning of the experiment (t = 0.9; 16, p = ns). For the
post-test results, given at the end of the experiment, it was hypothesized that there 
would be a significant difference between the control and experimental groups in a 
measurement of writing proficiency. The means and the standard deviations for the 
experimental and control groups on the post-test appear in Table 2.
Table 2
Means and Standard Deviations for the Experimental and Control Groups on the Post- 
test
Group M*
Experimental 3.96 0.50
(n=9)
Control 2.83 0.70
(n=8)
*Highest possible score=5
A t-test analysis was used to examine the significance of the difference noted 
between the experimental and control groups. It was found that the experimental 
group outperformed the control group (t= 3.7; 16; p< .01) thus confirming the
hypothesis.
Interrater Reliability
Three independent raters scored the pre- and post-tests. The researcher held a 
training session to introduce the evaluation criteria and scoring scale before the tests
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were scored. The raters were also provided with three graded sample essays, to 
provide appropriate models. Each rater graded pre- and post-tests separately and 
independently. The scores from the three raters were gathered. To have confidence in 
the ratings, interrater reliability for each test was calculated.
To compute interrater reliability, scores were correlated using a Pearson 
correlation matrix. Perfect inter-rater reliability yields a value of 1.00. The correlation 
was corrected using the Fisher Z- Transformation table. The corrected values were 
used to determine the overall reliability.
Interrater Reliability for the Pretest
The internal consistency for pretest among the three raters were 0.70, 0.83,
0.74 respectively. Table 3 presents the correlation among the raters.
Table 3
Pretest: Pearson Correlation of Raters
Raters Rater 1 Rater 2 Rater 3
Rater 1 1.00 0.70 0.83
Rater 2 1.00 0.74
Rater 3 1.00
Note: Fisher Z-Transformation was used to determine the overall reliability 
coefficients
The overall interrater reliability for the pretest was 0.76, which indicates a 
marginally acceptable reliability range.
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Iiiterrater Reliability for the Post-test
The internal consistency of the post-test rating for the three raters was 0.90, 
0.82, 0.78 respectively. These correlations are higher than those for the pretest. Table 
4 shows these coefficients.
Table 4
Post-test: Pearson Correlation of Raters
Raters Rater 1 Rater 2 Rater 3
Rater 1 1.00 0.90 0.82
Rater 2 1.00 0.78
Rater 3 1.00
Note: Fisher Z-Transformation was used to determine the overall average the 
reliability coefficients
The overall interrater reliability for the post-test was 0.83, indicating a high range of 
reliability.
Comparing the Essays of an Experimental Subject
It was hypothesized that role playing would enhance the argumentative skills 
of the experimental subjects. The scores of the post-test showed that the writing of 
the experimental group did in fact improve (Pretest: M=3.2 ; Post-test: M=3.9; 
Highest score=5). To have a detailed view of the development in argumentative 
skills, a sample pretest and post-test of a subject from the experimental group 
(Appendixes F & G) are examined. The topic of the pretest was ‘using animals in
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scientific experiments’, and the topic of the post-test was ‘teaching religion in 
schools’.
The first noticeable aspect in comparing the pretest and the post-test is the fact 
that the essay became longer after the treatment. The subject wrote 214 words in the 
pretest whereas in the post-test he/she wrote 380 words. This might indicate that the 
subject is able to generate more ideas after the treatment. In addition, in the pretest, 
no thesis statement was stated, and no clear position was declared by the subject. In 
contrast, the subject stated a clear position and a thesis statement in the introduction to 
the post-test essay (see Appendix G, Line 5).
In the pretest, the subject did not give relevant supporting materials and it was 
difficult to differentiate between the main ideas and the supporting details. The post­
test, on the other hand, presents a clear organizational structure by starting with an 
introductory paragraph in which the thesis statement is stated; two body paragraphs 
follow and present the arguments supporting the thesis statement. Before the 
concluding paragraph, the subject stated the counter arguments and refuted them.
Then the subject summarized his/her argument in the concluding paragraph. Finally, 
in the pretest, the counter arguments were not presented whereas in the post-test 
paragraph 4 was devoted to the counter arguments. The subject in the post-test 
presented the counter arguments and refuted them before summing up the main 
arguments presented in the essay.
The Questionnaire
The second research question focused on students’ attitudes toward the use of 
role playing in teaching argumentative writing. This entailed analyzing the
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experimental group’s responses to the 8 statements given in a questionnaire 
(Appendix C) at the end of the experiment. Subjects were asked to indicate their 
agreement on a Lickert scale ranging from 1 to 5 (1= strongly agree, 2-  agree, 3= 
uncertain, 4= disagree, 5= strongly disagree).
The table below presents data giving an overview of the subjects’ responses. 
Means and percentages are given for each statement.
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Table 5
The Means and Percentages of Students’ Responses to the Questionnaire Items
Statement Mean Percentage by Response 
1 2 3 4 5
1-1 felt my writing has 
improved after the drama 
sessions.
4.2 0% 0% 10% 60% 30%
2- Drama activities helped me 
organize and clarify my 
arguments.
4.2 0% 0% 0% 80% 20%
3- Role playing helped me 
understand and use counter 
arguments.
4.4 0% 0% 20% 20% 60%
4- Drama activities helped me 
gain self confidence.
4.2 0% 0% 10% 60% 30%
5 -1 enjoyed presenting my role 
plays in front of the class.
4 0% 10% 10% 50% 30%
6- With the use of drama 
activities, the writing sessions 
were very interesting.
4.6 0% 0% 0% 40% 60%
7-1 enjoyed watching my 
friends’ role play.
4.2 0% 0% 10% 60% 30%
8 -1 would like to participate in 
more drama activities in the 
future.
4.1 0% 0% 20% 50% 30%
1= strongly disagree; 2= disagree; 3= uncertain; 4= agree; 5= strongly agree
In response to the first statement, 90% of the subjects either agreed or strongly 
agreed with the statement that they felt their writing has improved after the drama 
sessions. One student was uncertain, but none of the students disagreed with the 
statement. As for the second statement, all the students either agreed or strongly
42
agreed that drama activities helped them organize and clarify their arguments. The 
mean of the responses for this statement was 4.2.
Eighty percent of the students either strongly agreed or agreed with the third 
statement that role playing helped them understand and use counter arguments. 
Twenty percent of the subjects were uncertain; however, none of the subjects 
disagreed. The mean of the responses was 4.4. In addition, 90% of the subjects 
strongly agreed or agreed with the statement that drama activities helped them gain 
self confidence. Only one student was uncertain. The mean for this statement was 
4.2.
In response to the statement “I have enjoyed presenting my role plays in front 
of the class," 80% of the students either agreed or strongly agreed with the statement. 
Only one student was uncertain and one disagreed. The mean for the students’ 
responses was 4. Moreover, all the students showed their agreement or strong 
agreement to the statement, “The writing sessions were very interesting”. Sixty 
percent of the students stated that they strongly agree with the statement. None of the 
students was uncertain or showed disagreement. The mean for this response was 4.6.
Ninety percent of the subjects either agreed or strongly agreed with the 
statement that they enjoyed watching their friends’ role plays. Only one student was 
uncertain, and none of the subjects disagreed with the statement. The mean for this 
category was 4.2. Finally, in response to the last statement that says “I would like to 
participate in more drama activities in the future," 80% of the subjects either agreed or 
strongly agreed with the statement. Twenty percent of the subjects were uncertain, 
but none showed their disagreement. The mean for this statement was 4.1.
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This chapter presented the analysis of the test scores obtained before and after 
the treatment. These results indicated that the experimental group outperformed the 
control group in the post-test. In addition, the comparison of sample pre- and post­
tests of an experimental subject showed an improvement in the quality of the 
argumentative writing. The questionnaire results were also displayed and indicated 
that the subjects in the experimental group were positive towards the use of role 
playing in the writing class. In Chapter 5 discussion and interpretation of these 
findings will be presented and conclusions will be drawn.
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Chapter 5 CONCLUSION 
Summary of Findings
This study investigated whether role playing is effective in developing the 
argumentative writing proficiency of Lebanese EFL students. Two hypotheses were 
tested. The first stated that role playing would improve the subjects’ argumentative 
writing, and the second stated that subjects would show positive reactions toward the 
use of role playing in the writing classroom. The study was carried out at Balamand 
University, Lebanon with an experimental group which used role playing as a learning 
technique and with a control group which received formal instruction and class 
discussion. The writing proficiency of both groups was then compared at the end of 
the experiment in post-tests.
The findings indicated that the experimental group outperformed the control 
group in the post-test. In other words, role playing seemed to be an effective learning 
technique in the writing classroom. In addition, the results of the questionnaire which 
elicited subjects’ reactions to the use of role playing indicated that subjects had 
positive reactions to the use of role playing in the teaching of argumentative writing.
Discussion of Findings
The Post-test:
Results of the study show an improvement in the quality of written 
compositions in the experimental group which was exposed to role playing. The 
progress on the part of the experimental group may be due to the fact that role playing
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allowed subjects to interact. This interaction allowed them to discuss different ideas, 
clarify their arguments and at the same time listen to counter arguments. In addition, 
the debate that took place in the classroom led to a better sense of audience in which 
the subjects became better evaluators of their main ideas and supporting ideas; this 
might explain their improvement over the control group.
An interesting finding in this study, however, was the result of the post-test for 
the control group. This result shows that that the subjects’ scores in the control group 
slightly deteriorated from M=3 on the pretest to M=2.83 on the post-test. This 
deterioration in the control subjects’ scores might he explained in terms of an ‘anti- 
Hawthorne effect’; the subjects in the control group might have felt displeased and 
discouraged because they were not included in the new teaching method of the study 
and gave little attention to the post-test task. In addition, the subjects’ expectancy 
might have been low in the control group as opposed to the subjects of the 
experimental group leading to a fulfillment of low expectation of results (see also 
Limitations of the Study).
Moore and Caldwell (1993) reported that drama proved to be a successful 
technique in improving young learners’ narrative writing skills. Vrazel and Hoffman 
(1991) found out that role playing enhanced the writing abilities of university entry- 
level students. The current study adds more empirical evidence that role playing is a 
successful instructional technique in the teaching of writing 
The Questionnaire:
The questionnaire was used to elicit subjects’ attitudes toward the use of role 
playing in teaching argumentative writing in terms of writing improvement, interest.
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organizing and understanding arguments, gaining self confidence, enjoyment, and 
participation. Livingstone (1986) stated that students respond positively to drama 
activities. The findings of this study confirm Livingstone’s statement since 88.7% of 
the subjects’ responses were positive toward these aspects.
In reviewing literature, it was stated that qualitative evidence suggested that 
the use of role playing may increase students’ motivation to write and promote the 
generations of ideas (Stern, 1983). The findings of this study also support this 
statement. Almost all subjects (90%) felt that role playing was helpful in writing 
argumentative essays through clarifying and organizing their arguments and using 
counter arguments. One of the most difficult aspects of teaching argumentative 
writing involves instructing students regarding the importance of fully acknowledging 
opposing points of view. Role playing helped students become aware of opposing 
views while debating in different contexts. This awareness of counter arguments is 
clear in the sample post test of the experimental subject (see Appendix G, lines 23- 
27). The subject not only mentioned the counter arguments but he/she refuted them as 
well.
The subjects’ responses also showed that with role playing the writing 
classroom was very interesting; all subjects (100%) agreed with the statement that 
writing sessions became very interesting during the treatment. Finally, most of the 
subjects (80%) showed their interest in participating in more drama activities in the 
future which is another indication of their enjoyment and motivation.
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Limitations of the Study
The main strength of this study lies in the fact that it is a pioneer study which 
investigated the effect of role playing on the teaching of argumentative writing. As 
such, there was little previous experience either in research findings or in research 
methodology on which to draw. However, this study had its limitations too, with 
respect to subjects, instruments, and design.
Subjects:
The first limitation is that the subjects for this study were limited to Lebanese 
EFL advanced level university students. Also the number of subjects in the 
experimental group was small (n =9).
A second weakness concerns the human factor. Students in the experimental 
group were aware of the purpose of the study and were familiar with the researcher. 
This factor, ‘subject expectancy’ (Brown, 1991) might explain their high motivation 
and their positive attitude toward the study. In the same way, subjects in the control 
group may be have been influenced by their previous contacts with their teacher. 
Design:
The main limitation in the design of the experiment relates to the length of 
treatment given to the experimental group. Although five sessions were given to the 
experimental group, one of these sessions was used for introducing role playing. Thus, 
the experimental group was actually exposed to four treatment periods focusing on the 
use of role playing in writing. As the acquisition of argumentative writing skills is a 
long process, the length of treatment used in this study was inadequate.
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Another limitation in the design of the study is the fact that the procedure 
which was planned for the control group was changed by the teacher of the control 
group. This change was unanticipated by the researcher. Observation of the control 
group showed that they had less focus on how to write an argumentative essay and 
more focus on the discussion of ideas elicited from the novel Animal Farm. The 
subjects in the experimental group, in contrast, were being directed by the researcher 
in respect to the components of the argumentative essay and the process of writing it 
as well as practicing development of argumentation in role play.
The last limitation of this study was the reliability of the essay raters.
Although interrater reliability for the post-test was relatively high (0.83), the interrater 
reliability for the pretest was marginal (0.76). Thus, a longer period of training for 
the raters would have been desirable.
Implications for Further Research
The data obtained from this study raise several questions for further research. 
Researchers may want to replicate this study with a large class and with different 
levels of language proficiency to examine if role playing works in these settings. This 
increase in the sample size may contribute to the generalizability of the findings, and 
the use of role playing with different class levels, for example, comparing 
intermediate levels with advanced levels will help us see at what level role playing 
works more effectively.
Another suggestion for further research is to increase the duration of the study 
so as to provide the subjects with enough time to practice both role playing and
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writing. This might entail planning and implementing the use of role playing as part 
of the writing curriculum for a semester or year long period.
In addition to this, further research might investigate if exposure to formal 
drama where argumentation is at focus would improve students’ skill in making their 
own arguments, or if pre-packaged or exemplary role play scripts demonstrating 
various argumentative techniques would be useful in the same regard.
Pedagogical Implications
Based on the statistically significant results that showed the effectiveness of 
using role playing in the teaching of argumentative writing and the positive 
attitudes that students had towards the use of role playing in the writing classroom, 
one can argue that the study can contribute to foreign language pedagogy. EFL 
teachers of writing can also benefit from this study by providing their students with 
a motivating technique that can improve their academic writing skills.
The researcher suggests that the use of role playing in teaching writing 
might increase students’ motivation and their proficiency in writing. The 
significant results of the study might also lower the anxieties of language teachers 
who still doubt the effectiveness of using drama techniques in the teaching of 
writing.
Some teachers are threatened by drama- type activities because they think 
that class management would be endangered and that their role is at risk. It must 
be made clear that with role playing activities, the classroom is still teacher 
directed. However, the class becomes student-centered (Rittenberg & Kreitzer,
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1981). This might entail, as Maley and Duff (1987) state, a radical change in the 
relationship between teacher and student. 1 he teacher role becomes a director or a 
guide for learners, who become ‘responsible for their own learning .
Finally, this study tried to fill a gap in the literature written about the 
effectiveness of role playing in the teaching of writing. This research study piloted 
an original design to be implemented and replicated on a wider scale. The results 
gave proof that role playing helps students to write better argumentative essays. In 
addition, students who used role playing showed positive attitudes towards the 
technique and its use in the writing class.
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Appendix A 
Writing Tests
Pretest: Write an essay (300 words) arguing for or against using animals in scientific 
experiments.
Post-test: Write an essay (300 words) arguing for or against teaching religion to 
school children.
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Appendix B 
Role Play Cards
Role I
There is a piece of land, which has nothing on it, in the center of Tripoli. The City 
Council has called a meeting in order to decide what to do with this land.
Present at tonight’s meeting are:
- The mayor of the city 
-An ecologist
-A mother/father 
-A businessman
- A representative of the ministry of industry.
The possible uses for the land are to build a factory or make a public park.
Role II
A group of citizens have met to discuss a new proposal which will ban all tobacco 
smoking in restaurants, public office, on city streets, and in automobiles. The 
proposal will effectively limit smoking to private homes.
Present at the meeting are:
- A heavily smoking lawyer
- A medical doctor who smokes
- A middle-aged jogging fanatic 
-A father/mother
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Role III
TV 2000 is preparing a talk show on civil marriage in Lebanon. People will argue for 
and against civil marriage.
Present at the studio are 
-A Christian 
-A Moslem
-A family counselor who advocates civil marriage 
-A woman/man who had a civil marriage
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Appendix C 
Questionnaire
Dear Students,
I am a teacher of English at Balamand University. I am conducting a research 
study on the teaching of argumentative writing through the use of drama activities. I 
am interested in knowing your attitudes towards writing and drama activities. Your 
contributions will help me a great deal in my research. Your responses will be kept 
confidential. You do not have to give your name, and no one will know your specific 
answers to these questions. I will be grateful if you would take a few moments to 
complete the questions below.
Thank you 
Samer Annous
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Directions: Ten statements about writing and drama activities are given below. Read 
each statement carefully. Then circle the number that most closely corresponds to 
your opinion about the statement.
Strongly agree = 5 
Agree = 4 
Uncertain = 3 
Disagree = 2 
Strongly disagree = 1
1- 1 feel my writing has improved after the drama sessions. 1 2 3 4 5
2- Drama activities helped me organize and clarify my arguments. 1 2 3 4 5
3- Role playing helped me understand and use counter arguments. 1 2 3 4 5
4- Drama activities helped me gain self confidence. 1 2 3 4 5
5-1 enjoyed presenting my role plays in front of the class. 1 2 3 4 5
6- With the use of drama activities, the writing sessions were 1 2 3 4 5
very interesting.
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7 -1 enjoyed watching my friends’ role plays. 1 2 3 4 5
8- I would like to participate in more drama activities in the future. 1 2 3 4 5
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Lesson Plan (Introducing Drama and argumentation)
30 April 1997 - Balamand University, Lebanon
Teacher first started explaining the procedure of the role playing sessions.
Appendix D
Activity 1; Warm Up. Students were asked to imitate the sound and the motion of 
the sea waves as a group. This drama activity is designed to help students have 
control over their breath and body movements. Music played ‘oceanic’ by Vangelis.
Activity 2: Pantomime starter. Students worked in pairs. Student A moves his/her 
hands and student B should follow as a ‘mirror’. This pantomime activity helps 
students visualize the importance of the partner. Music played ‘Silk Road’ by Kitaro.
Activity 3: The teacher discussed with the students the nature of argumentation and 
explained the process of writing a good argumentative essay. Special emphasis was 
given to stating the thesis statement, supporting the argument by facts and examples, 
stating the counter arguments and refuting them and summing up the argument. 
Students were also asked to read the introduction to Ch.8 from the textbook Critical 
reading and writing for advanced ESL students (Scull, 1987).
Activity 4: ‘Party Zone’. Students were asked to imagine themselves at a party . The 
teacher played loud music and gave each student a role: Bodyguard, bartender, singer, 
drunkard, young man, attractive woman, police, and party people. The teacher 
whispers in the ear of one student to start a fight. The police is asked to interfere, and 
other characters are asked to act as they wish. This activity prepares students with a 
real life context and help them work in groups.
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A Scale for Scoring Argumentative Essays 
Adapted from British Council (Hughes, 1989)
Appendix E
The writing displays a completely logical organizational structure which enables the 
message to be followed effortlessly. Relevant arguments and counter arguments are 
presented in an interesting way, with main ideas prominently and clearly stated, with 
completely effective supporting materials. Arguments are effectively related to the 
writer’s experience or views.
The writing displays good organizational structure which enables the message to be 
followed without such effort. Arguments and counter arguments are well presented 
with relevant supporting material and an attempt to relate them to the writer’s 
experience or views.
The writing is organized well enough for the message to be followed throughout. 
Some arguments and counter arguments are presented but it may be difficult for the 
reader to distinguish main ideas from supporting details. Main ideas may not be 
supported; their relevance may be dubious; arguments may not be related to the 
writer’s experience or views.
The writing lacks a clear organizational structure and the message is difficult to 
follow. Arguments are inadequately presented and supported; they may be irrelevant; 
if the writer’s experience or views are presented their relevance may be difficult to 
see.
he writing has no perceptible organizational structure and a message can not be 
followed. A meaning comes through occasionally but it is not relevant.
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Appendix F 
Pretest Writing Sample
1 Scientific experiments have encreased since the developpment and the
2 progress of life. Because many and new deseases have appeared men needed to
3 discover new treatments. From that point, he started to make scientific experiment in
4 animals.
5 First, scientific experiments on animals has a good side: As I have said, the
6 world is progressing, and men need to discover new things and especially in science.
7 And because It’s not possible to risk the life of a human being in order to experiment
8 new discoveries in medecine, men started to make his experiences in animals. For
9 example, doctors and scientists are discovering now new treatment for cancer but they
10 can not apply it directly in men because they can not take the risk. They are trying it
11 in rats in order to examine its effects. Also life for men is very precious for that
12 reason doctors have not the courage to experiment new treatment in men because they
13 don’t know its effects yet.
14 But don’t we think that we are also risking the life of those animals? Men
15 usually think that animals are inferior creatures and that we have the right to kill them
16 and make them suffer. But, all we have to do is preserve the life of those creatures
17 and not destroying it.
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Post-test Writing Sample
Appendix G
1 From our childhood we knew that God exists and that he created life from our
2 parents and from the sessions of teaching religion in school. In school, Moslims and
3 Christians have to sit in seperated room in order to learn the religion and that what
4 make the students differenciate between each others and make them fanatic from the
5 religious side. Going from that point, I am totally against teaching religion to school
6 children.
7 First of all, when, in the same school, the students are seperated by putting the
8 muslims alone in a room and the Christian students in another room in order to teach
9 them religion, the students will certainly start to see that that a difference exists
10 between them, and they will start to differenciate between them. For example, when I
11 was a little girl, in school, the sisters taught us that Christians and Muslims are all,
12 sisters and brothers, and that we have to be all friends and we should never
13 differenciate. But once are went to the break, the Christians stayed together and
14 Muslims also were grouped together. So to avoid this segregation between students
15 we should avoid to teach them religion in schools because this will make the school a
16 secterian place.
17 Also teaching religion in school will create a fanatic generation. Each student
18 will give a different point o f view from the religious side and each one will thing that
19 his religion is better than the other religions and that will create fights between
20 students. In fact, it’s totally normal when a person learns a religion deeply he/she will
21 surely become fanatic to this religion in case he/she doesn’t know anything about the
22 other religions.
23 However, priest, sisters and chieks think that they should teach religion in
24 school for the students when they are still very young. They think that religion is the
25 food of the soul and everyone has to learn his religion to become closer to God. But
26 in fact I think that teaching of the parents will be enough for the child and then we
27 will avoid the segragation between religions and the fanatism of the people.
28 Finally, we should avoid teaching religion in school in order to avoid the
29 fights, fanatism and the segregation between the students.
